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Abstract 
The purposes of this study include exploring beliefs and expectations of student teachers' about their self and roles as teachers 
during Teaching Practice course. The aim of conducting this research is to contribute to filling the gap in the literature concerning 
d 
dy aims to explore how these beliefs 
and expectations affect their performance during the teaching session. This study was conducted with senior students of the 
Department of English Language Teaching at a state university in Turkey during the 2009-2010 academic year. Data collection 
procedures include semi-structured in depth interviews with student teachers and classroom video-recordings of their teaching 
sessions. Analysis procedures include pattern-coding method suggested by Miles and Hubermann (1997) and the content analysis 
of the lesson transcriptions with comparison to the interviews.  
Keywords:  
1. Introduction 
The dominance of English increased the need for both learning and also teaching English in the world as claimed 
reform and renovation, it seems to fall far short of meeting the 
24).Therefore, the need for English learning and teaching drive researchers to conduct more studies on teacher 
development because one of the most important aspects of teacher developments is teacher beliefs and expectations 
and how these might affect the classroom practices.  
beliefs, therefore, are important considerations in conducting teacher education designed to help student and in-
ey 
affect their classroom practices are also an eminent issue to focus on. Therefore, considering these facts, the aim of 
their own teaching practice in practicum schools.  
2. Background 
There are various ways of improving teacher training process and one of them is identifying the beliefs and 
eacher 
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(Calderhead, 1991, p. 9). Hence, these beliefs before the training process in practicum schools sets the ground for 
the new knowledge and beliefs and have an influence on the performance of those students during the practice they 
have (Fischl and Sagy, 2005, p. 60). In this respect, research dealing with the beliefs about student teachers have 
types of teacher beliefs and relate the role of each of them to 
ng, 2009, p. 75). However, 
teaching; about subject; about learning to teach; about self and about teaching role, in which teachers have been 
f
student teachers and its relevance to their classroom practice during practicum classes in Kocaeli University are 
analysed in this study. 
2.1. Language Teacher Education in Turkey 
In Turkey, all of the language teacher education programmes are required to offer a core coursework for student 
teachers and this coursework is suggested by the Council of Higher Education (CHE reports, 1998). Language 
teachers are educating through undergraduate programmes of four years in Turkey. This education intends to 
educate student teachers for the schools of MONE, which has centralized curricula throughout the country. A 
nation-wide university entrance examination is applied to offer places to all who graduate fromhigh schools and 
student teachers are also selected in the same way. According to CHE reports (2007), practicum in the educational 
faculties of Turkish universities generally takes from 6 to 12 weeks in each term of year 4 which is thelast year at 
the university. 
 
2.2. Beliefs, Expectations, Self 
According to Fischl and Sagy (2005) there are two elements that might shape thebeliefs and images of student 
-
student 
teacher education student te  might be regarded as a foundation for new and updated 
beliefs that have an influence on how student teachers understand and explain the experiences that they have during 
the practicum.Several studies illustrated how student self  affect their classroom practice 
during practicum. According to study by Richards et al. (1996), student 
minds more than they do on pedagogical issues. Borich (1999)claims beliefs that student teachers have about 
themselves constitutean important role during the practice.According to Wang and Lang (2006), student teachers 
ations towards teaching and the reparation 
motivate students, being warm and personable (Holt Reynolds, 1992; Collins,Selinger and Pratt, 2003). Another 
expectation is to be able to maintain interest andcontrol to be an effective teacher (Joram and Gabrielle, 1998). 
3. Methodology and Results  
The data of the study consisted of the interviews and observations which were videotaped by the researcher. The 
transcriptions of those recordings were made and interview transcripts were analysed with the pattern-coding 
method developed by Miles and Huberman (1997). Lesson transcriptions were analysed with comparison to the 
interviews conducted with the student teachers. The participants of this study were 6 female student teachers. All of 
the student teachers were interviewed before and after the practice, and wereobserved by the researcher twice. 
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The results of the first interview questions with participant students indicated that student teachers mostly think 
that the oral production of the students that they taught during the practicum was important. This idea was expressed 
by Breen (1991) in terms of the concern with language as a usage.The results of the first interview questions with 
participant students indicated that student teachers mostly think that the oral production of the students that they 
taught during the practicum was important. Secondly most preferred role by the participant students was to be a 
facilitator by 3 (50 %) teachers. This idea behind to facilitate learners can be analysed under one of the 
categorizations suggested by Johnson (1992a).According to Breen et al. (2001) one of the concerns of the teachers is 
the concern with how to use the classroom and its human and material resources to optimize learning.The other role 
expressed by the student teachers was to be the controller or the manager by 2 students (33, 3%). This role of the 
The other 
roles expressed by participant students were being participant, being a guide, being a resource of information, 
helping students discover themselves and being a counsellor by 1 student (16, 6%) each. These roles were also 
suggested by Bailey (1996), Breen (1991) and Gatbonton (1999).The most preferred role of an English teacher 
changed from the making students is able to express themselves to facilitator by 3 students (50 %). This shows that 
the student teachers concerns about self changed during the time they had experience in class..  
The second interview conducted with the student teachers revealed 9 categories for the concept of self in ELT. 
The results did not reveal a most preferred definition of self-concept it ELT. Again, one of the preferred self 
concepts is acting way a person is in class. This definition of concept can be related to the self image suggested by 
G. H. Mead (1932) and Allport (1961).  The most preferred expectation of student teachers was adapting the classes 
both at private and state schools (50 %). It can be inferred from this result that student teachers do not expect to find 
the flexible working environment in terms of the curriculum adaptation Secondly most preferred expectation was to 
have good relationships with students (33, 3%). Once again, it is clear that student teachers care about the 
relationship with their students.The second interview results changed dramatically according to the results of the 
transcriptions. According to the results, the most preferred expectation expressed by the student teachers is to be 
sufficient for the students by 2 teachers (33, 3 %). Before the first teaching session, they expressed that the role of a 
teacher is to be facilitator, a controller, a guide and a resource. The results revealed that the student teachers are 
aware of the roles they wanted to adopt during the teaching session. This consistency still went on during the second 
interview after the teaching session results were revealed. 4 student teachers noted that the role they adopted during 
the second teaching session was being a facilitator (66, 6 %), while the other 3 told to be an activator (50 %) while 
other 3 reported to be organizer. The third question in the post-
One of the student teachers who 
told that her perceptions changed supported her answer as follows: 
many things because I could not think that the pace of the lesson could go so slow, so I prepared so many 
very beginning of the lessons. When there is a noise in the classroom or commotion in the classroom, I know how to 
 
Once again, 5 student teachers told that their perceptions on self affected their teaching (83, 3 %). On the other 
hand, there is one student teacher who told that her perceptions did not change (16, 6 %).  
 
atmosphere is very different. I planned, I am going to say this, I am going to say that but on stage everything is 
spontaneous. That is why some
 
One student teacher stated that her beliefs did not change because she wanted to be active during the lessons and 
she was. Another teacher noted that her beliefs did not change because she could communicate with the students. 
One teacher further added that her beliefs did not change because she understood that they could only change with 
experience. Lastly, one teacher stated that her beliefs did not change because nothing expected happened (16, 6). 
These results imply that, contrary to their statements, student teachers believed that their beliefs could change only 
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with experience because the number of student nge in their beliefs after the 
second teaching session declined. 
4. Conclusion 
In conclusion, the answers to the first research question showed that the student teachers have particular ideas on 
the beliefs about self and their teaching but there are some deficiencies and inconsistencies in this knowledge. This 
occur before (i.e. pre-active thoughts) or after (i.e. post-active thoughts) classroom i
to the second research question was closely connected to the first research question. It can be inferred that student 
teachers do not exactly distinguish between the beliefs and expectations they had about self and the most expressed 
expectation they have concerns their interactions with students. It can be referred that her expectation to have more 
communicative environment in class could not be achieved. The answers to the third research question showed that 
the features of the self of the student teachers in practicum schools included the dimensions of self. However, 4th 
student teacher had the least proportion of the features of self-according to the results. This may be due to the lack of 
interaction between the teacher and the students. Additionally, the content of the lesson that the data collection was 
done might have also affected this lack of features in self but still, there might be more problems in terms of the self 
of 4th student teachers should be analyzed in more detail. The answers to the fourth research question showed that 
apart from adapting the curriculum according to the needs and cultural background of the students, student teachers 
mostly confirmed the beliefs they had before the teaching process. The reason why they could not be successful in 
adapting the curriculum could be related to the system that the schools use. During the practicum, student teachers 
are supposed to continue and go on the curriculum given to them by the supervisor, the school curriculum or the 
curriculum offered by the National Education Ministry. Therefore, the relevance between the beliefs concerning the 
adaptation of the curriculum according to the cultural background of the students proved to be a distant aim that 
student teachers could realize. The answers to the fifth research question revealed no reference to the adapting 
classes they had in both private and state schools contrary to the interview results of the students. This expectation 
was not a very down-to-earth one in terms of the practicum procedure that the student teachers who participated in 
this study because they had to have the practicum at the school that the faculty board arranged for them. Thus, they 
did not have the chance to compare and contrast the situation in both private and state schools.  
The observation results as presented before confirm that most of the student teachers achieved to have good 
relationships and communication with students. The expectation for teaching to young learners in future was an 
expectation that cannot be stated within this study because, again, it is beyond the wishes of the teachers, at least in 
Turkey. Expectation for being sufficient and sharing ideas and discussing with children were not always very 
relevant for all student teachers as every classroom environment and the content of the classes were different from 
each other. In conclusion, it can be inferred that student teachers did not have very realistic and related expectations 
according to the results obtained during the study. 
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